with Rashmi, he commented that he didn't like reading negative things all the timethat he felt he had been provided for in life, so he was less prone to make judgments.
With me he referred to a heated debate in class over the corporate exploitation of international labor. "Sure, there is a level of exploitation, but without the job, these people would probably starve. You've got to see the good and the bad. Sometimes people don't want to hear that there are good points to things. They just want to hear that they are being exploited." Mike's language here may smack of the freemarket ideology that underlies instrumental rationality in America today. An instrumentalist view as described by Kurt Spellmeyer, Douglas Foley, and others perceives knowledge primarily as a means to an end, rather than a questioning and consequent reconsidering of those ends. Yet from Mike's view, there may also be other motivations for his language. First, to be overly critical is to seek prestige and status in this institutional situation, which goes against his ethics of solidarity. And second, to reject the value of hard work, perhaps even exploitative labor, is to reject workingclass values historically rooted in material necessity.
I offer this brief portrait of Mike to suggest that students' motives for instrumental approaches to their education, and particularly those motives of students from working-class backgrounds, are often more complex than our field has so far acknowledged. For Mike and other students from similar backgrounds, I found they may take this approach to distance themselves from the social capital of mainstream education and its forms of institutional identity, even while they work for the economic capital they hope will come with a college degree.
Both Jeff Smith and Russel Durst have argued persuasively why we must respect students' instrumentalist motives if we hope to gain their trust in the writing classroom. Durst's ethnography of a first-year writing class at the University of Cincinnati demonstrates well how critical-writing teachers stand to lose persuasive authority with students if their agenda ignores students' motives for attending college. For these reasons, Durst advocates a pedagogy of "reflective instrumentalism" that works with most students' pragmatic motives for attending college, but seeks to cultivate critical analysis within a framework of students' examining school and career issues through textual and field research. But both Durst and Smith attribute the majority of students' motives to conservative middle-class values, not the complex concerns of identity, social capital, and acculturation I found in Mike's and other UIC students' perspectives. The local situations of these students suggest that we cannot assume what these students' motives for instrumentalist behaviors might be. For instance, some might emphasize the role of their families in shaping work values; others might emphasize peers and neighborhood influences; while others might point to tensions of work and values of success or freedom. If we make these a priori assumptions about students' instrumentalist motives, we miss the opportu-nity for the students and ourselves to examine and perhaps learn from these complex social situations. Moreover, my ethnographic research at UIC had shown me that when teachers implicitly dismiss the local social meanings underlying students' commonplace statements, they often are not given internally persuasive authority by the student writer. The student participants in my research had repeatedly taught me that they could articulate complex understandings of their cultural and material situations embedded in their conventional views about work. Through their articulation of lived experiences, these students would persuasively argue for the validity of these common sayings to help them make meaning in their lives in individualized ways that should not be dismissed as commonplace. So when I began teaching at Wright State University in Dayton, Ohio, a school with many students from working-class backgrounds, I designed the work memoir project to aid these students' articulation of this complexity and validity. In the second half of this article I examine how and why themes of developmental control tend to emerge in these work memoir writings and what they suggest about persuasive critical learning, particularly with working-class students.
This stance toward student writing and internally persuasive critical learning follows Thomas Newkirk's discussions of personal writing and the tradition of American pragmatic philosophers such as William James and John Dewey. Like the sophists and postmodernists, the pragmatists did not believe there were foundational truths outside the contingencies of language and changing situations. My ethnographic research had also convinced me that students were more likely to value critical positions in writing through an inductive approach. For students from working-class backgrounds in particular, the material situations of their family's and community's lives lead them to value critical knowledge as something embodied and gained through lived experience more than through abstract thought. In contrast, as Bruce McComiskey also contends, when students follow a deductive approach in critical writing, they apply a critical theory to their experiences or another text, generally reproducing the blueprint put before them. Therefore, I have come to believe that most students are more likely to be persuaded there can be value in critical writing for examining their everyday lives if they reflect upon and analyze their social circumstances on their own without a full-blown theoretical model for them to trace over. The work memoir project I describe below follows from this larger teaching philosophy of inductive theorizing. This pedagogy also suggests that teachers should think about critical writing as a process one comes to understand through the continual development of the social self, a perspective that I address further in my conclusion.
THE WORK MEMOIR PROJECT:
A SITUATED PROCESS APPROACH
We begin the work memoir project with a series of prewriting prompts that I would describe as a situated process approach. The prompts are meant to elicit writers' multiple orientations toward cultural values of work through reflection on situated moments of their continually evolving work identity and persuasive influences on work issues in their lives. By encouraging a broad range of concerns or topics within this generative theme, I try to tap into the students' individual motives for analyzing whatever associations they have with values of work from their pasts. My hope is that in the process they will critically consider the narrative they want to invent for future selves based on those past experiences, images, and influences. Objects. List ten or more objects from your memory that relate to the subject of work. They can be someone's tool for work or objects that identify a kind of work, such as a metal lunchbox or a briefcase, or they might be objects of others that you associated with the kind of work you want to do, such as a computer or a particular car. Melissa's essay, "From the Ashes," also opens with family members moving, this time the mother and children leaving while the father is away on business. To Melissa, her future work means self-sufficiency and control over her life and family, the kind of control she admired in her mother's ability to keep her family together. Melissa's fashioning of a future working self is intricately tied to her desire for a stable family life, unlike the broken promises of her father, which she dramatizes in several short scenes. Building upon this theme of control, Melissa also depicts herself as a girl watching her mother at work: I wanted to fill out paperwork, go to meetings, and have my own desk where I was in charge. Every move she made and everything she said was given my full attention. She seemed to know it all. Seldom did things go wrong, and if they did my mom had the answer. She was in control, unlike the life that I had been so accustomed to at home. That type of control and unhesitating security is the life I now strive for. By the end of her revisions, the memoir also examined the theme of social controlof controlling her work identity and the worry about bosses' controlling her life that she drew from her parents' working-class experiences. Writing about the loss of bodily control helped trigger consideration of the issues of social control she saw in the physical labor of her parents, as she expands on in the revisions. Gwen writes that she knew her father worked harder in a "rundown automotive station than anyone else I knew because every night he came home his hand would be black as night, covered by grease and grime." In comparison, she writes that her mother "had a more clean, business like job" managing a seafood grill. Nevertheless, Gwen de-scribes her mother's job as "very stressful on her because she worked a lot of nights, had to keep control of all the waitresses, and she was always watched by the owner."
Nancy Mack asserts that in memoir
Gwen then describes the strains of her different jobs in food service, which followed in the work patterns of her mother, first working for her at the seafood grill and then at a local deli. Although both jobs were physically taxing, Gwen emphasizes her relief that in her first job she avoided a real boss by working for her mother and in the second job she mostly worked alone. She describes her father's pleasure that the second job made her feel as if she was her "own boss," but she states that he then brought her back to his working-class realities that "one day I was going to have to deal with the boss situation and that the longer I waited the harder it was going to be to adjust." She then adds, "I told him about my dream of becoming my own boss, and he replied by saying that I was going to have to work extremely hard in order to pursue that dream." Surprisingly, the essay doesn't include the anticipated scene of Gwen's oppression under a particular boss. Yet the scenes in her next deli job in another state, where she has the accident, illustrate the hard work her father foretold. Gwen is left with no easy conclusion other than a refusal to work in food service any longer, if she is to continue to work toward her dream of full control over her work identity, and a reaffirmation of her father's distrust of the bosses' class. These various issues of gaining control in many of my students' work memoirs have helped make me more conscious of this developmental aspect, which is often missing from our discussions of critical-writing pedagogy. To be persuasive, education must be in synch with the developmental issues the students are facing. Finally, this necessary connection between the dynamic development of the social self and the development of critical writing means more than the usual call for relevant topics like current music and media. As Jabari Mahiri puts it, New college students are at an age and in a situation that forces them to consider complex issues of identity and family/community connectedness, especially since they have often been distanced from their familiar support systems, and they must determine how they will represent themselves in and to a larger stranger world. (82) The often wildly uneven transition from adolescence to young adulthood requires continual testing and reassessing of control in all realms of the social self-when should one accommodate, oppose, or resist various forms of power relations in multiple domains of one's life, and in what ways given each situation? Compared to scholars of secondary education like Mahiri, teacher-scholars of critical pedagogy at the college level have almost never explicitly addressed these developmental concerns. Yet this necessary connection between the developmental social self and critical writing follows the logic of Paulo Freire's view that effective critical teaching must make room for people's individual dreams of freedom within collective work toward social change. Thus, if handled carefully, the structures of a writing-process approach can motivate students to actively engage in interpreting, creating, and articulating knowledge in critical writing classes. And that involvement in an inductive approach to inquiry into social contexts, especially as embodied experience, is more likely to foster students' internally persuasive critical perspectives. 3. As I winnowed down the number of student writings from my classes that dealt in meaningful ways with this theme of gaining control, I was uncomfortable with how few of these essays were written by men. I do not mean to imply that these men have not produced thoughtful critical writing. But when
